The Vienna School-Based Teacher Development Project (SBP) 
Introduction
The Project exists to train English teachers working in Viennese grammar schools. Its main characteristics, from the time of its establishment, are that it is decentralized, that it stresses the process aspect of in-service training, and that it aims at making the English teachers in each school a functioning, supportive team. This, and the fact that approximately 150 to 200 teachers of English have participated in the scheme each year, make SBP stand out among the in-service training options available to teachers in Austria. These positive results are due in no small part to the work of the 'facilitators', specially trained teachers whose role it is to assist the group of teachers to whom they are attached, most of all by enabling the creation of a supportive and taskoriented working atmosphere.
In common with most forms of teacher education, SBP aims to change teacher behaviour. It does so on the basis of principles originally developed by Howard Thomas (Head of Studies, Bell School, Bath) and Rex Barrand (a business consultant from Kew, Australia), in cooperation with a number of locally-based English teachers. Institutional support came from the Vienna School Board, the British Council, and the Pedagogical Institute of the City of Vienna.
To understand what SBP is doing and what its achievements have been, some idea of the system within which Austrian teachers are working may be required. The first point to make is that the educational system continues to be strictly hierarchical. Although there has been a slight trend recently to give schools greater autonomy, the situation is essentially the same as when the Project began. Another significant factor is that the traditional culture within schools has not encouraged
Motives for developing SBP in Vienna
teachers to co-operate with their colleagues. Most teachers still prefer to work on their own, and do not like to share their materials and ideas with others. One important negative effect of this is that they do not receive any competent professional feedback.
This situation is exacerbated by the fact that in-service training is almost totally optional-after they have graduated, teachers are not required to undergo any additional training. Thus, before SBP was established, relatively few of the 800 English teachers in the Vienna area had ever attended in-service training, and any professional development workshops which were held tended to be centrally-organized one-off events which lacked continuity, supervision of outcomes, or follow-up.
The main motive for starting SBP was the dissatisfaction-mainly on the part of teachers, and the teacher trainers who later formed the coregroup of facilitators-with in-service training in its traditional form.
There was a strongly felt need for a different kind of teacher education that would reach more people, more effectively. An average of 200 teachers are now involved in SBP each year. They come together regularly in their schools as small teams, to organize their own in-service training. The objective is to bring about real change in teacher behaviour, where necessary, by following a model which involves regular rather than occasional meetings, in which they, rather than any external body, jointly decide on the content. In this way INSET is seen as an ongoing process, in which teachers come to know each other, develop a greater sense of collaboration, share common problems, and assume greater responsibility for their own professional development.
The success of SBP depends to a large extent on the fact that the participants can be sure that whatever they say in the course of their meetings is confidential, and will not come to the attention of the principal or a school inspector. Without this certainty, the trust which is a precondition of the success of the Project could not develop. At least 50 schools have been involved in SBP for one year or more, which means that almost two thirds of all AHS, and a total of between 400 and 500 teachers of English have taken part in this form of teacher education. Three of the schools which began the Project in 1991 have been with us the whole time, and are now in their seventh year. 
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77?e effects of SBP on the teachers
Changes at the professional level
Throughout the Project it has been interesting to see how co-operation between the teachers has produced two different kinds of effect. On the one hand, there is the professional development which takes place, as the teachers learn knowledge, skills, techniques, etc. from each other; the work they do together often results in tangible products, such as reference lists of reading materials. At the same time, SBP also has important effects at the personal and interpersonal level, as we see from how much the dynamic of the group changes over a period of time.
The meetings provide a regular forum for the exchange of information and knowledge, in which skills and techniques can be practised and materials organized. For a group in its early stages, this is relatively easy to arrange, and each participant profits from what the group as a whole has achieved. Topics covered by different groups include marking and assessing written and oral work, 'open learning', neuro-linguistic programming, and working with a native-speaker assistant, to mention just a few items from a long list.
From the outset, the idea of the team, and team building, was central to the training that the facilitators received. Rex Barrand, our Australian trainer and consultant, began by putting the facilitators and the participants through the Belbin 'Self Perception Inventories' (Belbin 1990 ). These involve a computerized psychometric procedure, based on the self-perception of those taking the test, to help them to become aware of their strengths and weaknesses in relation to the different roles they might adopt as members of a team. According to Belbin, there are a number of quite distinct team roles, and for each member of a team there will be certain roles for which they show a natural propensity, and certain other roles which they should best avoid.
Being aware of your own preferred roles makes it easier to accept that a colleague may be better at certain tasks than you are yourself. As each person in the team has both strengths and weaknesses, there is no need to be jealous or to feel inferior. Working together in a team also means getting feedback, at least in the indirect sense that you can judge your own qualities against the qualities of the other members of the team.
The facilitator as agent of change

Change on the personal/ interpersonal/ emotional level
There is ample evidence, therefore, that a functioning team of English teachers can organize their co-operation in such a way as to considerably reduce their individual workloads. The realization that, in spite of the time spent on the meetings, SBP helps to save time and to reduce the workload, is one of the main reasons why the Project has been a success in so many schools. It is also the case that when the English staff of a school co-operate closely they can act as a pressure group in contacts with staff who teach other subjects, the principal, the parents, etc.
Feedback from the group helps teachers develop a higher level of self awareness, which some of them may find rather threatening. However, if the atmosphere in the group is supportive, each member will at least form a more realistic impression of their own position in relation to their colleagues. Those participants who feel self-conscious about their own abilities in the early stages of a group generally learn to relax in the supportive atmosphere developed by the facilitator. The discovery that everybody has certain weaknesses will also help them to adopt a more relaxed attitude towards their own, which in turn leads to greater selfconfidence.
A decision which is taken by the whole group will have a strong motivating effect on the participants. Few teachers would want to reorganize the English section of the school library single-handed, for instance, but when everyone contributes their share, a tedious job can suddenly become enjoyable.
Working together in a team helps the participants to understand each other, which generally leads to a reduction of possible prejudices. Conversations with teachers who opted against participating in SBP have shown that their unwillingness to co-operate was often based on underlying prejudices and strong dislikes among the staff members. Thus the groups that might profit most from SBP are often the ones who are not ready to take the first step. It probably has to be accepted that a certain number of teachers simply cannot be reached, and that there is not much point in spending a large amount of energy trying to convince them of the advantages of working together with others.
There is usually a lot of anxiety and hidden fear among teachers who are not used to co-operating with each other. Lack of communication sustains this fear, and effectively prevents normal communication. On the other hand, as we have seen before, co-operation in a supportive environment tends to boost self-confidence, and increases participants' interest in each other, leading to a reduction of prejudices and anxiety.
The following quotation, which comes from the feedback sheet of one of the participants, seems to prove this point:
A lot of change has taken place since we first got involved in the project. As colleagues we used to be friendly and polite to each other but a little reserved, and we even tended to regard one another as rivals and competitors. In the meantime this has changed completely.
First and foremost, there is a climate of mutual trust; today we know we can talk about success and failure without losing respect from colleagues.
The facilitator as At present, the team of SBP facilitators consists of seventeen agent of change experienced teachers, twelve of whom are women; many teach didactics courses at the University of Vienna, and some are also involved, with other participants, in pre-and in-service training of teachers outside SBP-all in addition to their main responsibility as AHS teachers. As a rule, the facilitators and the teachers they work with come from different schools. During the sessions the facilitators are both participants and monitors; they are catalysts and impulse-givers, rather than group leaders. The fact that the facilitators are not involved in the school hierarchy is also important.
The facilitators keep the group together, and guarantee a high level of professional discipline. In the early stages, especially, they often have to prevent the participants from pouring out their-often quite justifiedcomplaints. Otherwise, the meeting could end with everybody having negative feelings, and a sense that little was achieved. The skilled facilitator, however, will acknowledge any complaints, help the group to think constructively about ways forward, and to focus on what they can do in the situation they are in. The work of an SBP facilitator is very demanding, given that 'developing facilitation skills takes time and is subject to an experiential cycle of practice, trial and error, reflection, coaching, discussion and reapplication' (Thomas and Wright, forthcoming).
With new groups it is not easy to keep the right balance between gently guiding the group, on the one hand, and, on the other, preventing them from regarding the facilitator as the expert leader who makes all the decisions for them. In the latter case, the participants are under less pressure to be active and creative themselves. Teachers who are new to the Project tend to accept this low-risk situation quite happily. However, it runs counter to one of the main ideas of SBP, which is that the Project should be 'client-centred', in the sense of the participants owning the Project, and realising that it is in their interest to take responsibility for it: 'The job of the facilitator is not to decide what the students should learn, but to identify and create the crucial ingredients of the psychological climate that helps to free learners to learn and to grow.' (Underhill 1989) What Legutke and Thomas (1991: 288) say of the learners in a language classroom can, mutatis mutandis, also be applied to the participants in the Project: 'They need to be ... encouraged to believe that bringing themselves and their input into a language-learning lesson contributes positively to how and what they learn.'
In contributing to a positive, supportive atmosphere in the group, the ideal facilitator will be able to sense the dynamic of the group, and carefully nurture an atmosphere of openness, confidence, and trust. This is not always easy, since teachers may feel threatened by invitations to question long-standing habits, and to try out new techniques. One way of winning support for change can be to gradually involve participants in auditing each other's lessons, and giving each other feedback.
When SBP began, in 1991, and groups met for the first time, the facilitators tended to underestimate the teachers' anxieties, and their resistance to change. It soon became clear that in order to work successfully with difficult groups the facilitators needed additional training in interpersonal skills, which eventually led to most of the facilitators taking a course with Adrian Underhill at International House, Hastings, in August 1995. The course focused on the 'Six Categories of Intervention' (Heron 1987) .
In summary, it seems to me the most important facilitation skills in a project such as ours can be broken down as follows:
The facilitators should be good listeners, create a supportive atmosphere, be aware of the effect of different categories of interventions, and use them as they best suit the group; they need to understand how people react to change, and help groups to develop strategies for change; identify the natural team abilities of the participants and put them to the best possible use; gradually shift the responsibility to the participants, while keeping the sessions task and goal-oriented.
Major changes
As with any project that has been in existence for a number of years, and has an active membership of well-motivated people with different backgrounds and work experiences, a number of changes have taken place, which have resulted in greater operational flexibility. Participation has always been voluntary, and it is the English staff of the school who make the decision whether or not to participate in the coming year. Initially SBP was offered on a 'first come, first served' basis to just 18 schools, and on quite strict terms. For instance, school membership required that every member of the English staff should play an active part in the SBP programme, which involved attending six four-hour sessions per year.
At a later stage, with experience, it was decided that keeping to these strict rules would have negative effects on the Project, and now the requirement is that a substantial majority of the English staff should take part. This means that schools will no longer be excluded because of one or two teachers who have no interest in INSET; the number of sessions to be taken now ranges from four to six per year; and the meetings should last a minimum of two hours.
It had been expected that most schools would work with a facilitator for perhaps three or four years, after which they should continue to function as autonomous self-help groups. Experience has shown that individual groups react quite differently in this respect. We now try to be as flexible as possible, which means that the decision to work with a facilitator or to try being completely autonomous is usually left to the schools.
Networking among the schools
To enable the participants from the various schools to keep abreast with what other schools are doing, we now have our own newsletter, which appeared for the first time in January 1997. It is hoped that Forum SBP will appear three times a year, with each number produced by a different school.
The co-ordinator functions as a buffer between the Project and line management and thus guarantees independence from the school authorities. Experience has shown that a project of SBP's size requires a considerable amount of organizational support in order to sustain momentum.
Conclusion
SBP is probably unique with regard to its scope, and when it started none of us expected it to continue for so long. The ultimate goal, of course, is to have better learners in the classrooms. We can only trust that this is the case, since no serious investigation has been carried out in this area so far. However, a 1994 survey among participating teachers showed that, in general, the level of co-operation had increased considerably, with most teachers feeling that they had profited a lot from this co-operation. Attempts at arranging an external evaluation of SBP have not been successful thus far, so our next step will be to find a way of evaluating the Project from within.
